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As a former teacher for art education the writer of this 
research paper has been very much interested in the fusion 
of his former and present teaching area: art and its conno­
tation to learning disabilities. However, it was found that 
studies in this area have been extremely sparse. It is like­
ly that this lack of information results from the fact that 
art deals mainly with the affective domain where learning 
progress is less measurable than it is in the cognitive and 
pragmatic areas. Researchers are generally people who de­
light in gathering scientific facts and data. Artistically 
inclined pedagogues, on the other hand, value a nfree spirit ff 
instead. Admin~rators, adVisors, and instructors are now­
adays extremely sensitive about their accountability. The 
trend toward measurable objectives emphasizes the quest for 
scientific research. But because "behavioral objectives and 
standard evaluation devices are wholly inappropriate [for art 
activities)" (Holzman & Byrne, p.114), very little research 
has been done in that field. This led the writer of this 
paper to investigate other sources than pure research or 
studies in affiliated fields. It explains why a chapter "Theo­
retical Framework" has been introduced: to present to the 
reader a more conclusive picture of the issue. 
It is well realized that art is only one medium among 
others that are used to diagnose and remediate learning dis­
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abilities. Yet, it is hoped that teachers who deal with the 
LD child gain courage to venture out from the safe haven of 
meaBurable objectives and begin to integrate art into their 
programs. If this research paper is an incentive for that it 




Art educators have long realized what teachers for the 
learning disabled are beginning to see. t~aking the student 
fit for life" includes more than teaching reading, writing, 
and arithmetic. The three Rs have practically shut out any 
concern for the emotional and social development of our 
students. Humanistic and cultural values as well as the abi­
lity to be flexible are only of peripheral concern in the 
standard educational system. Advocate of "humanizing the 
school" demand the permeation of the total curriculum with 
art (American Council for Arts in Education, 1977; Art Educa­
tors of New Jersey, 1976; Elliot W. Eisner, 1978). As T. A. 
Pasta puts it, "one of the greatest aims of public education 
is to develop a knowledge of the self as related to the ob­
ject and animate world around the self" (1962, p.248). M. 
Flannery, in criticizing the traditional schools, stated it 
more concretely : 
The human capacity to feel has been left to develop by 
chance, and left to develop by chance it develops about 
as well as verbal or mathematical knowledge develops 
by chance. (1973, p.10) 
Education through art is believed to achieve a better know­
ledge of the self to expand creative and therefore flexible 
thinking, to train organizational and conceptualizational 
skills, and to sensitize the student for the animate and in­
animate world around him. Art is capable of irlegrating 
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doing and thinking, emotions and their reflective taming. 
If this correction of the educational imbalance away 
from the solely practical and utilitarian is to take place, 
the 10 program will inevitably be influenced by art as well. 
This, however, is not the only justification for the inte­
gration of art. The chief objective of instructing learning 
disabled children is "to make them fit for the world". 1fThe 
10 person should be able "to make it" in adult life if he 
possesses adequate social skills, is flexible, has learned to 
organize himself, and can read sufficiently to cope with 
simple written messages." ( Kronick, 1973, p.97 )The develop­
ment of social skills, flexibility, and self-organization, 
even of reading skills can be aided through art. It certain­
ly is not the only way to develop those skills but it is a 
promising one simply because it is linked with pleasure and 
satist·action. 
The learning disabled child often lacks a sensitivity 
for nonverbal communication in his environment and cannot 
grasp the sublety of language. Art refines visual acuity and 
comprehension; it sensitizes its student. Whether this 
applies to LD children and how tranSferrable artistic sensi­
tivity is needs to be proven. 
Overreliance on concreteness is yet another handicap 
found in the learning disabled, especially during adolescent 
years. Rigid thinking patterns and steady concreteness seem 
to be intimately linked. Creativity, the artist's main tool, 
is said to expand rigid thinking through the exploration of 
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alternative solutions. Divergent as well as convergent think~ 
ing is stimulated. According to Maslow (1968) a reduction of 
the concrete is a loss of future and only the flexible, creat­
ive person can, through imaginative projection, manage the 
future. Therefore it may be assumed that by initiating creat­
ive activities the 10 child gains a concept of "what might be" 
and thus overcomes handicapping concreteness. 
Another complex problem that surrounds the question of 
the etiology and remediation of learning disabilities is the 
issue of brain hemispheres. Roger Sperry and Robert Ornstein 
(1973, cited by Foster,1977) have theorized that the left 
brain hemisphere thinks analytically, in numbers and words, 
and is language oriented, whereas the right hemisphere pro­
cesses all visual information and is the center of artistic 
and creative abilities. If this is so then art training may 
be regarded as a valuable therapeutic tool. R. Sperry stated 
that: 
our educational system and modern society generally (with 
its very heavy emphasis on communication and on early 
training in the three Rs) discriminates against one whole 
half of the brain. I refer, of course, to the nonverbal, 
non-mathematical minor hemisphere, which we find, has its 
own perceptual, mechanical and spacial mode of apprehen­
sion and reasoning. (1975, p.33) 
He concluded that the arts provide needed stimulus and train­
ing to the right hemisphere and that they establish the necess­
ary balance in the development of the brain potentials of the 
students. Others join his view when they speak of a "massive 
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visual atrophy" (McKim, cited by Vannatta,1979,p.12) that pe­
netrates the schools and keeps the right half of the brain 
underdeveloped, although two thirds of our total sensory stimu­
lation comes by way of the eye (Buktenica, 1968, pp.7,8). The 
question arises whether visual training through art activities 
stimulates the right hemisphere sufficiently to increase its 
own mode of apprehension and reasoning. Rudolf Arnheim(1969) 
and Elliot W. Eisner (1978) join Sperry by talking of nonverbal 
concepts which are learned visually. Johnson and Myklebust 
(1967) attribute a deficiency in social perception to the right 
hemisphere. 
If LD children suffer from a neurological impairment in 
the left brain hemisphere, the stimulation of the other half 
would be even more important £or them than for regular children 
who already are "visually underfed" in order to compensate for 
their handicap. If, on the other hand, their right hemisphere 
is impaired, the spokesmen for remediation might argue, it is 
just this one which needs massive doses of stimulation. The 
question of relevance of nonverbal concepts is another one yet 
to be answered: Are they generalized in the LD child so that 
he can apply them to academic endeavors and social interaction? 
If nonverbal concept learning is one part of the cognitive de­
velopment, can it be fused with or transferred to the verbal 
mode? 
The developmentalist school of thought (Piaget, Gesell) 
claims that learning is perceptual first and conceptual second. 
According to this, all cognitive development rests on the 
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ability to perceive. This theory would lend credence to 
visual perceptual training - - which is done through art acti­
vities. However, the value of all process training including 
visual perception has become a debatable and critical issue. 
According to Th. J. Dunbar (1977), 22 case studies bet­
ween 1972 and 1977 attempted to establish a correlation of 
visual perceptual training and academic achievements. Eight 
of those showed positive results, 14 negative results. Hammill 
(1972) is among those who vehemently deny any effect of visual 
perceptual training on reading. Vellutino (1977) assumed and 
attempted to prove in his studies that LD children whose read­
ing abilities were impaired did not even have a disability in 
visual perception -- which might explain the ineffectiveness 
of such training. He hypothesized that they rather had a dis­
ability in the associational recall system. Myklebust's theory 
(1975) that visual perceptual training is worthless because 
children with nonverbal cognitive handicaps have the ability 
to visually perceive things correctly but not to attach mean­
ing to them, rests on the same assumption. 
If Vellutino's and Myklebust's theories are assumed to be 
correct, the focus of therapeutic art training should move 
away from visual perception and instead focus on visual imagery, 
creatively future-directed or repetitiously past-directed. The 
question whether visual perception or visual imagery should 
and can be trained in isolation and whether it transfers to 
academic skills has not yet been researched. 
- g -
One other issue that stands amidst the complexity of 
problems surrounding art for the learning disabled is the re­
lationship of self-esteem and academic achievement. One can 
detect two basic theories in the literature: 
1. If the child is helped to experience academic success 
his feelings of self-worth rise accordingly. 
2. If the child receives help to boost his self-esteem 
he will automatically do better in the academic areas. 
The low self-concept and feelings of inadequacy in 10 
students is a well-documented fact (Johnson & Myklebust, 1967; 
Kronick, 1973,1975,1978). On the other hand, it is claimed 
that art activities increase feelings of self-esteem. As much 
as this achievement by itself may be highly valuable for the 
10 student in leading a fulfilling life, a theoretical link 
between academics and art activities can only be established 
if the second theory is accepted. Among those who support the 
first theorybJoseph C. Bledsoe (1967) who detected sex diffe­
rences in the relationship of self-image and academic achieve­
ment. The correlation was positive for boys but insignificant 
for girls who presumedly achieve their feelings of self-worth 
through the teacher's approval of neatness and conformity. 
Others reported the opposite (Primavera & Primavera, 1974) 
hypothesizing that boys seek and win approval in the athletic 
and social realm rather than through academic achievement. If 
art can sensitize 10 students for social situations they may 
receive positive feedback and thus increase the self~image. 
This, in turn, would have a positive effect on their academic 
endeavours. ftChanging a poor reader's self-concept by bolster~ 
ing his feelings about himself is perhaps the first step to­
wards improving the academic problem." (Pryor, 1975, p.359) 
Joseph K. Torgeman (1977) agreed that a feeling of capabili­
ty is basic to the motivanion to learn. The feeling of capa­
bility triggers an internal motivation which he sees as far 
more important than the usually practiced stimulus-response 
pattern. 
However, if one is to believe Harvey Leviton's and John 
Kiraly's research data (1975), all of these theories are worth­
less because there is no relationship between measures of self­
concept and academic achievement. 
Several questions can be seen to emerge in a survey of 
literature: 
How valuable is art as a diagnostic tool for the de~ 
termination and specification of learning disabilities? 
Can art contribute to the cognitive development of LD 
students? What role do nonverbal concepts play? 
Can perceptual processes be trained through art and 
how transferrable are the acquired skills to academics, 
especially reading? 
Does art improve the student's self-concept? Can it 
relieve tension in the learning disabled and provide 
him with new energy? 
~~.Assuming an improved self-concept, what is its rela­
tionship to academic achievement? 
Is there a transfer of sensitivity for nonverbal com~ 




Scientific journals and books were researched without 
regard to their date of appearance. Included were works 
that dealt with underlying issues, such as the emotional 
status of the learning disabled child and adolescent. Fur­
thermore, although art in this paper is defined as primar­
ily visual art, neighboring art forms such as creative move­
ment and drama were examined as well and partly integrated 
into remedial suggestions because adding of the tactile and 
kynesthetic sense to the visual sense is believed to heigh­
ten its effectiveness. Therefore, role playing and psycho­
drama will be found in the chapter "Recommendations" next 
to painting exercises or video tape analyses. 
The research included writings that pertain to all 
learning disabled children and adolescents although empha­
sis rested on the latter. Children with other exceptional 
educational needs were excluded though it was found during 
the research that emotionally disturbed and learning dis­
abled children share commonalities in their emotional handi­
caps. Symptoms and treatment are often very alike. The 
only distinguishing criteria is the observation that the 
LD child makes erforts to conform to social expectations, 
whereas the ED child deliberately violates these. The LD 
child does not have problems in the fundamental aspects of 
his personality but simply cannot comprehend his socia~orld. 
(Bader, 1975; Johnson and Myklebust, 1967). In addition to 
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these primary behavioral disorders, secondary disturbances 
might be obs.rved which developed through frustration over 
academic failure or peer rejection. It is evident that emo­
tional disturbed and learning disabled sometimes become syn­
onimous in a child. In fact, Adelman (1971) believed that 
only a minority of children fall clearly into one group or 
the other and that most could be classified as both. For the 
sake of simplification, this paper will distinguish between 
emotionally disturbed students and students with learning dis­
abilities including emotional handicaps. 
Special emphasis was given in this paper to this emotio­
nal aspect of learning disabilities. Only recently has this 
stirred investigators' interest although, as D. Kronick re­
marked, "in terms of total life functioning, social inepti­
tude tends to be far more disabling than academic dysfunction". 
(1978, p.g?) Because it has been discovered that the prime 
reason for job failure is not skill inadequacy but the inabi­
lity to get along with co~workers and supervisors, this author 
feels that the largest portion of his research should deal 
with writings about the self~concept and interpersonal rela­
tionsof the learning disabled. 
Excluded from this research was the complex of text illus~ 
trations and their effectiveness on reading motivation or 
comprehension although it fits into the category of art as it 
is defined below. Despite the fact that diagnostic tests such 
as the WISe, Detroit, or ITPA have always used picture mate­
rial to determine learning disabilities, these tests were ex­
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eluded from the present study as well because research has 
generally looked at those tests as a whole including auditory 
comprehension. Only tests that focused exclusively on the 
visual aspect were investigated. Abandoned was also the 
issue of motor learning on which art instruction claims to 
have an influence. Finally, literature on the relationship 
between 10 teachers and art teachers was disregarded as well. 
For the purposes of this study "art" is defined as visual 
communicative media. Art is not seen as the purely aesthetic 
and beautiful. It is a form of human expression that trans.. 
mits a message visually or tactually. Art is the student's 
production that contains his innermost feelings or a media 
production that is intended for communication with an audience. 
Art is thus "a method of widening the range of human experience 
by creating equivalents for such experiences" (Kramer, 1973, 
p.a) as well as all pictorial stimuli that convey nonverbal 
messages • 
The notion of visual perceptual training was encompassed 
by therapeutic art instruction. They share a common purpose: 
both strive to increase visual awareness of the environment. 
"Visual perception is the capacity to obtain meaningful in­
formation from visual symbols -- illustrations or other non­
verbal communications such as gestures and facial expressions 
-- that is, to interpret what one has seen and to give that 
information meaning." (Department of Special Education, DeKalb 
County School System, no date, p.2) 
In contrast to art therapy, art as a therapeutic medium 
deals with more than emotional conflicts and places much more 
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emphasis on instruction. It also deals with pictures that are 
not pupil-made. In contrast to regular art education, thera­
peutic art is less aimed at the production of aesthetic ob­
jects than at the remediation of specific deficiencies in the 
student. 
Self-concept was seen as "those perceptions, beliefs, 
attitudes, feelings, and values which a person views as cha­
racteristic of himself" (Perkins, 1958, p.204). 
Social perception was used according to Johnson and 
Myklebust's definition as "the ability to immediately identify 
and recognize the meaning and significance of the behavior 
of others" (1967, p.34). 
All other terms, it is assumed, are understood by the 
reader who is interested in the subject of this research 
paper. The writer is certain that terms such as nlearning 
disabilities" are familiar to him; therefore he need not bore 
the reader with standard definitions. 
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Sma~ary 
In this introductory chapter, an attempt has been made to 
familiarize the reader with the issues surrounding art and its 
relationship to learning disabilities. 
The emotional and social aspects in educating LD children 
have been investigated. The issues of lacking sensitivity for 
nonverbal communication and overreliance on concreteness have 
been discussed. The theoretical background of LD causalities, 
specifically brain hemisphere disturbances, has been explored 
as it relates to artistic capabilities and alternatives. The 
interrelation between perceptual and conceptual development 
has been investigated as well. Self-esteem and academic achie­
vement and their much argued connotations with one another have 
been examined. Six main questions have been derived from the 
presented issues which are intended to be answered through the 
author's research: 
I.Can art serve as a diagnostic tool? 2.Can it contribute 
to the cognitive development? 3.Can perceptual processes be 
trained through art and the acquired skills be transferred to 
academic areas? 4.15 an improvement of self-concept through 
art possible? 5.1s there an influence of self-concept on aca­
demic achievement? 6.Can art sensitize for nonverbal communi­
cation and social interaction? 
In the second part of this chapter range and limitations 
of this writer's research as well as definitions have been de­
termined. Learning disabilities and emotional disabilities 
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have been defined in their likenesses and differences. An 
explanation about the emphasis on emotional aspects of 
learning disabilities has been given. Related but excluded 
issues have been named. The terms "art", "self..concept" , 
and "social perception" have been defined. Finally, art 
as a therapeutic medium has been staked out against art the~ 
rapy and regular art education. 
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Survey of the Literature 
Art as a Diagnostic Tool 
Art is an expression, if not extension, of one's inner­
self. It has been assumed by many psychologists, thenpists, 
and educators that this holds true for exceptional children 
as well. Especially the drawing of a human figure seems to 
bear evidence of the child's handicaps. As Elizabeth Munster­
berg - Koppitz (1968) has argued, the child projects his own 
image into the drawn figure. In that way, the figure will in­
evitably become a child's self-portrait. Bachara and Zaba 
(1976) contended that a child's self-image shines through any 
human figure drawing. Uhlin (1969) believed that impairments 
of the cerebral center might be evidenced in the expressions 
of a distorted body image. For this reason he used drawings 
of human figures as general diagnostic tools. In a later study, 
Uhlin (1972) stated that drawn or modeled figures might be used 
as indicators for improvements in children's body images, con­
comitant with therapy administered. 
Art expression is sometimes understood to be an indicator 
of physiological impairments, and other times to be a sign of 
psychological impairment. Pfister (1934, cited by Uhlin, 1969) 
has long been using drawings as indicators for neurological 
handicaps. Buck and Jolles confirmed his practice in 1964. 
(Denson & May, 1978) Goodenough's 1fDraw - A - Man .. Test" 
has been in use since 1926 in order to test non-verbal in­
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telligence. Her scores are said to correlate at 0.76 with 
Binet's Intelligence Scale. The Goodenough Test or the Bender 
Gestalt Test rests on the assumption that there is a constancy 
of developmental stages across all socio-economic and cultural 
classes. Based on these fixed stages, abberations from the 
norm indicate a lack of maturity. According to Gaitskell 
(1970), these stages are: 
1.	 manipulation of materials 
2.	 symbolic stage 
3.	 schematic stage 
4.	 realistic stage 
Most of all, artistic expressions are viewed as indicatQrs 
of emotional disturbances. Koppitz believed that maturation 
determines the structure of a drawing whereas the style re­
flects attitudes and concerns, in other words, the emotional 
level. The advocates of the "neurological camp" claim to 
be able to determine handicaps by the mode of drawing, for exam­
ple, heavy line pressure. Learning disabled children often ex­
hibit emotional disturbances next to their neurologically based 
handicaps. Larry B. Silver in a study evaluated 600 L.D. 
children and found the following characteristics: 
1.	 withdrawal into £antasy life 
2.	 regression to immature or infantile behavior 
3.	 use of self-diagnosis to rationalize inabilities 
4.	 poor self-image, feelings of inadequateness and 
worthlessness 
5.	 depressive reaction, frustrated and angry feelings 
turned inward 
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6.	 paranoia, displacement and projection of feelings 
unto others 
7.	 fear reaction, projected fear unto someone or some­
thing specific 
8.	 impulse disorder, aggressiveness and explosiveness 
9.	 somatic symptoms, reflection of anxiety through 
bodily functions 
10. hypochondrial symptoms, complaints as rationaliza­
tions for failures. 
Silver concluded that these characteristics appear with such 
regularity in the pictures drawn by 10 children that they 
could be diagnosed to determine a child's specific emotional 
problem. They provide, thus , 1ta glimpse of deeper truth" 
(Uhlin, 1972). The following criteria,·which are to be 





























Organicity of learning disabilities can be determined 
by various criteria. Uhlin, in his study of 1969, surveyed 
several hundred drawings of children, ages 6 - 12,and found 
that generally forms and subjects said something about the 
emotional state of the child, whereas organic impairment 
showed in the manner of drawing. He established a list of 
six factors: 
1. asymmetry in the projected body image 
2. distortion and rotation of forms 
3. redrawing and erasing (perseveration) 
4. weak synthesis of parts 
5. heavy line pressure 
6. primitive wholes 
Buck, the inventor of the House - Tree - Person test (1948) 
had come to the same conclusion regarding line pressure years 
before. Other researchers (Jolles, 1964; Michael-Smith, 
1953; Pfister, 1934; all cited by Uhlin, 1969) confirmed this 
observation. Works of Berrien (1935), and Reznikoff & Tom­
bIen (1956, both cited by Denson & May, 1978) indicated that 
neurologically impaired children often distort, fragment, 
and rotate forms in drawing and copying. However, Benton 
and Collins (1949, cited by Denson & May, 1978) found that 
only 50% of those children are recognized by a drawing test. 
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A study done by Cohn (1960, cited by Uhlin, 1969) with a popu­
lation of 8,000 children established the following character­
istics as indicators of neurological impairment: distortion, 
asymmetry, perseveration, simplification. T. John (cited by 
Denson & May, 1978) who conducted a study in the same year 
reached the exact same conclusion. 
One should note that these criteria do not necessarily 
apply to learning disabled children. The above research was 
done on populations with general neurological impairments 
whose organic defects may have been more severe than the aver­
age 10 child's. Therefore, an 10 child's drawing may not ex­
hibit the above cited criteria or may exhibit them only in a 
very weak form. 
In contrast to standardized test$, art products are often 
diagnosed without normed criteria. The greatest proponents 
of this method are art therapists. (Betensky, 1973; Kramer, 
1973; Rubin, 1978) Questions about pervasive themes, about 
forms, colors and constellations are asked. Beyond the ao­
tual product, the process of production is regarded as e­
qually important. Verbally accompanying comments and ex­
planations are recorded. Whether or not the doing is syn­
chronous with it is observed. In that way the therapist 
or educator hopes to discover the major concerns and emo­
tional conflicts of the child and to be able to determine 
coping patterns and defense mechanisms. Just as with stan­
dardized tests, the belief that certBin forms and themes 
are ~versally used for the same inner constitution per­
vades this more intuitive approach. Because of this heavy 
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relieance on intuition scientific research has not been un­
dertaken. Theoretical treatises and case studies can be found 
in abundance, but these more personal reports do not serve 
the purpose of this paper. 
One well known and well used test for the screening of 
learning disabilities is the Bender Gestalt Test (1938). Al­
though not solely meant for that purpose it often is used as 
a test for exploring visual-perceptual problems in children. 
The subjects are asked to copy nine drawings. In this manner, 
the Bender varies from a nonstandardized approach in which 
the children may draw anything they have on their mind. It 
also differs from other standardized approaches such as Kop­
pitz' in which the children are given a certain amount of 
freedom. Bender correlated distinct characteristics in pro­
duction to inner dysfunction, both emotional and organic, and 
developed criteria against which to measure the individual's 
drawing. Certain ages with normal maturity are expected to 
produce certain designs. J. Gilbert (1978) divided Bender's 
criteria into the following categories: 
1. arrangement 8. line quality 
2. completion 9. margin 
3. contiguity of elements 10. perseveration 
4. coordination 11. placement 
5. distortion 12. pressure 
6. dynamic significance 13. rotation 




Research was done by Watkins (1976), who attempted to e­
stablish the validity of the Bender Gestalt Test. Although his 
findings should be accepted cautiously because he was a co­
worker of Bender himself, his research produced an interesting 
conclusion. Watkins administered the test to 3,355 normal 
children and 1,046 learning disabled children, five to four­
teen years old. The d.rawings were evaluated with the Watkins­
Bender Gestalt Scoring System. Als~ an intelligence test was 
administered. Differences of errors between normal pupils and 
LD students were highly significant. This meant that emotional 
as well as organic handicaps of LD children could readily be 
seen in the drawings of those children. The significant, but 
low correlation between I.Q. and Error Score indicated that 
the Bender test was not a measure of intelligence but of the 
developmental level of the neural-visual-perceptual system 
in a child. 
Whereas the Bender test primarily measures visual-motor 
perception, ~pitzt Test of Human Figure Drawings (1968) is 
particularly sensitive to emotional attitudes and indicates 
the mental ability of a child. Similar to Watkins' study 
on Bender, Koppitz made attempts to prove the validity of her 
test. In 1966 she hypothesized that certain drawing charac­
teristics occur more often on the human figure drawings of 
children with emotional problems than those of well adjusted 
children. She matched 76 unormal tf public school children wit.h 
76 children from a child clinic according to age and sex. The 
children's age was between five and twelve. Individually, the 
- 23 ­
children were asked to draw one whole person. The drawings 
were then measured against a list of emotional indicators: 
1.	 quality signs
 




















short or long arms
 
arms clinging to body
 













no eyes J nose, mouth, body, arms, legs, feet, ne·ck 
As a result, twelve of the 38 indicators were found signifi ­
cantly more often in the drawings of the children from the 
clinic. Sixteen indicators were exclusively present. Two 
items were not present, however, their occurance would signal 
a definite emotional problem. Because the remaining eight in­
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dicators were evenly distributed between both groups they were 
dropped as distinct criteria. Thirty items thus remained as 
a standardized scale for the detection of emotional dif"ieicul­
ties. A list with normative data for children between five 
and twelve years of age was also developed. Koppitz claims 
that these items appear at certain ages in all children a­
cross sexual and cultural barriers, with differences in hair 
style and clothing only. 
She saw her findings confirmed in a later study (Kop­
pitz, 196$) in which 139 children between six and ten years 
who attended special public school classes for emotional 
problems and brain injury, all exhibiting serious learning 
problems but being in the average intelligence range (mean 
I.Q. = 94), were given the Human Figure Drawing Test. The 
results indicated that the special pupils' drawings evi­
denced consistently more emotional indicators. Two thirds 
of them showed two or more, whereas less than one sixth of 
the matched control group revealed one or more. The term 
Hlearning disabilities H was not explicitlY used by Koppitz, 
but it can be assumed that this category is subsumed under 
the term trbrain injury. fl Theref"ore, once again, her findings 
should also apply to LD children. 
Along with other researchers in the field of diagnosis 
through art Koppitz pointed out that a valid complete diag­
nosis is possible only when other tests besides a drawing 
test are administered. In order to enhance the usefulness 
of her Human Figure Drawing rest she combined it with the 
Bender Gestalt Test; in that way visual-motor perception 
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could be measured as well as emotional attitudes and mental 
ability. The cooperative value was confirmed from the other 
side as well: In reference to the Bender, \Vatkins said, 'fIts 
usefulness for diagnosing brain injury in children has been 
adequately demonstrated by E. M. Koppitz and others." (1976, 
p. 5) Koppitz reported a study with another 139 public school 
children between the ages of six and ten with 1lnormal t1 I.Q. 
but learning and behavior problems. Administered were her own 
test, the Bender and, as a test for difficulties in the verbal 
area, the Wepman Test of Auditory Discrimination. Two or more 
signs of perceptual and/or emotional problems were evidenced 
by 77% of the children, signs on at least one of the three 
tests were revealed by 20% of the population, and 3% failed 
to exhibit any significant indicators of malfunctioning. It 
can be assumed from these results that a combination of vari­
ous tests is of value in screening out learning di.sabled chil­
dren. 
Bachara, Zaba, and Raskin conducted a study in 1975 using 
the Koppitz Scale. A population of 35 10 children between 
five and thirteen years of age were asked to draw a human fi­
gure; 35 other children served as a control group. The drawings 
were rated according to the Koppitz indicators of emotional 
disturbances. The researchers reported that feelings of inade­
quacy and a sense of insecurity and helplessness became evi­
dent in the 10 group, and they recommended human figure drawing 
tests such as Koppitz' to screen for emotional problems in 10 
students. Bachara and Zaba used the Koppitz scoring system 
in a later study (1976) where a significantly higher pumber 
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of emotional indicators in Ln children in contrast to non­
disabled children was again noted. 
Two other diagnostic tools should be mentioned briefly. 
At least one of them is commonly used in connection with 
screening procedures for learning disabilities. However, no 
research indicating the validity of these two tests could be 
found. The Beery Test (Beery & Buktenica) has been designed 
in order to uncover visual-motor integration problems which 
are believed to be indicators for reading readiness. Beery 
sees a direct relationship. Similar to the Bender this in­
strument consists of 24 geometric forms which are to be 
copied by the child. Because the focus is on reading readi­
ness, the test is primarily used for pre-schoolers. A norma­
tive scale of age equivalents is supplied against which the 
pupil's performance may be measured. 
Finall~the Gair Art Rating Scale was developed by 
Sondra B. Gair in order to rate specific levels of achieve­
ment in perceptual learning tasks. Whether these levels 
are believed to be connected with other skills could not be 
determined in the available literature. 
Art as a diagnostic tool should be used with caution. 
As Judith Aron Rubin (1978) remarked, a child's artistic 
expression can change its meaning--it may be of a dis­
charging, defending, or communicating nature. This notion, 
given by an art therpist, certains pertains to disabilities 
of emotional nature only. Organic deficiencies shOUld show 
in drawings at any time. But, as Denson and May (1978) 
recognized in their surveying research on diagnosing art, 
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the rotations, erasures, and other modes of drawing may be 
done inconsistently so that the reliability of a single 
test is not very high. This presents an additional prob~ 
!em. Furthermore, Uhlin in his study of 1969 felt that 
house-tree-person tests can be a very subjective tool. One 
can assume that Uhlin refers to non-standardized drawing 
interpretations, because tests like Bender's or Koppitz' 
generally correlate in their interpretations. However, 
Bieliauskas and Kirkham ( 1958, cited by Denson and May, 
1978) failed to find any significant differences between 
drawings of brain damaged and normal subjects. 
It may be inferred that art tests should be given 
more than once and in connection with oth.'r tests in order 
to establish a higher validity of data and interpretation. 
Koppitz, after her study in 196$, concluded that a combi­
nation of her figure test, the Bender, and the Wepman was 
highly valuable. She pointed out clearly that a meaning­
ful diagnosis cannot be made on the basis of any single 
sign in a drawing. The total picture and combinat,f.on of 
various signs must be considered and then analyzed accor­
ding to the child's age, maturation, and social background. 
Evaluation should take place in comparison with other 
tests. 
Gair also attempted to combine her Art Rating Scale 
with tests like the ITPA in a 1975 study. When relying 
on nonstandardized drawing tests, it was suggested by 
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Rubin (1978) that the product not be categorized rigidly 
but be seen in context with other behavior. Learning 
disabilities constitute a very complex problem which can 
only be diagnosed with a complex testing arrangement. 
- 29 ..
 
Effect on Visual-Perceptual 
and Cognitive Development 
Professionals frequently suggest that learning disabili­
ties rest on the inability to acguire general concepts of 
perceived experiences (Wiig & Semel, 1976; Strauss & Lathi­
nan, 1947). Strauss and Lethinen believe that this inabili­
ty relates to figure-ground discrimination, to part-whole 
synthesis, and dissociative tendencies. Susan Gonick-Barris 
(1976) is in agreement with her observation that figure-
ground distortions lead to distractability and to an at­
tending to insignificant details in the environment. The 10 
child Yrmay focus on extraneous rather than salient features n 
(Kronick, 1978). Concepts of the total environment are not 
prmed, synthesis ,does not take place. The Department of 
Special Education of the DeKalb County School system (no date) 
attributed the inability to categorize to deficits in per­
ceptual constancy, visual closure and visual memory. Cate­
~rization or structuring of incoming stimuli is, however, ne­
cessary for the ability to see cause and effect or to make 
predictions (Gonick-Barris, 1976). Kronick attributed the 
ability to imagine a situation in advance or in context to 
a lack of imagery. (1978). 
It seems, then, that the remediation of conceptualiza­
tion should be at the heart of all educational intervention. 
The above studies furthermore suggest that conceptualization 
rests on perception. The training of perception and art share 
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the common purpose of increasing environmental awareness, dis­
crimination of detail, of position in space and of figure­
ground. 
Working through art in a creative and manipulative 
way can increase and improve all aspects of visual 
perception. It seems logical that directed art acti­
vities could be vn effective form of visual-percep­
tual remediation. (Wood, 1977, p.456) 
Art furthermore fosters the ability to analyze and synthe­
size, to use the skills of visual closure and memory, to 
categorize, classify, and sequence. (Behr, Snyder, & Clopton, 
1979) There are ,thus, numerous indicators that art is a 
suitable tool to increase visual-perceptual awareness and 
beyond, to influence the basic skill of conceptualization. 
Nancy E. Wood in her article ltDirected Art, Visual Per­
ception, and Learning Disabilities ft (1977) conducted a study 
to determine if art activities could increase visual per­
ception as mearured by the Frostig Developmental Test of 
Visual Perception (DTVP). On the assumption that, like visual 
perceptual training, art stresses discrimination of detail, 
position of space, and the visual-motor ability, she con­
ducted an eight-week program with eight children between seven 
and ten years of age. The program contained activities such 
as macrame, embroidery, puppetry, weaving, drawing, collage, 
copying, tracing, cutouts. These activities were grouped 
under the goals of (a) Visual-Motor Coordination, (b) Figure­
Ground Perception, (e) Form Constancy, (d) Position in Space, 
Spatial Relationships, (e) Increasing Visual, Auditory, and 
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Tactile Awareness, (f) Body Image, (g) Closure. The children 
were given the DTVP as a pretest and a posttest. The mean 
scores were 53,)i vs. b),lj, t = 4.75 at the .01 level of 
significance. That meant an overall increase of 11.62 p~ints. 
The author concluded that art seems to be able to strengthen 
visual perception and visual-motor development. 
A study by Sondra B. Gair (1975) investigated the same 
issue using a differ~nt measuring instrument -- the Illinois 
Test of Psycholinguistic Abilities (ITPA). With her program 
she attempted to train visual analogies, inference of rela­
tionships and their verbalization. Based on the assumption 
that artistic behaviors are formed by the synthesis of cog­
nitive and perceptual abilities from the conscious with ima­
ginings from the preconscious, she concluded that exactly 
these qualities would be trained by exposing LD children to 
art. In her study 20 LD children between seven and twelve 
years of age were given training five days a week for seven 
weeks, one hour daily. They looked at altogether 140 slides 
which were grouped under seven major concepts: (a) diffe­
rences and similarities through pattern, (b) outline through 
shape, (e) figure-ground relations, (d) scanning and focusing, 
(e) movement and rhythm through dots and lines, (f) two- and 
three-dimensional shapes through light/dark and texture, 
(g) whole-part relationships and visual analogy. The activi­
ties were accompanied by verbal associations on tape. ITPA 
and Gair Art Rating Scale were given before and after the 
instruction. Gair reported significant gains on both measur­
ing devices. Thus her hypothesis was confirmed. 
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According to Johnson and Myklebust (1967) and Myklebust 
(1975) visual perceptual training is worthless for the reme­
diation of cognitive handicaps because learning disabled 
children have the ability to visually perceive things correct­
ly but not to attach meaning to them. These authors proposed 
verbalization and interpretation of all nonverbal stimuli. 
They believe in the hirarchial model of "Sensation - Percep­
tion - Imagery - Symbolization - Conceptualization?! where 
nonverbal skills fall at the levehof perception and imagery, 
and verbal ability at the level of symbolization. Their 
training of the acquisition of generalized meaning and anti­
cipatory behavior consequently is linked with language; 
although one could assume that since perception and imagery 
underlie symbolization and conceptualization, only the former 
needs to be trained in order to affect the latter two abili~ 
ties. 
Rudolf Arnheim (1969) is a proponent of this theory. He 
hypothesized that thought is not verbal,ly mediated but uses 
mental imagery, a nonverbal process depending directly on 
sensory information. Evans (1967) proved that concepts can 
be formed without a verbal label. After his experiments he 
concluded that a concept may be formed on the basis of sensory 
information available in the stimulus without accompanying 
verbal identification or supplementary information. In other 
words, thinking can be trained directly through visual imagery 
which is almost identical to all creative processes used in 
art activities. 
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Rawley A. Silver reported studies in 1973 and 1979 which 
focused on the direct relationship between concept formation 
and art. After one year of art instruction to language and 
hearing impaired aphasic children he concluded that art pro­
cedures can be useful in teaching ideas of conservation, 
grouping, ordering, and spatial orientation. In his research 
of 1979 he dealt with children who exhibited visual-spatial­
motor disabilities. The idea behind the study was to develop 
conce~ts of space, order, and class through art procedures. 
i 
Silver's belief is that visual thinking, initiated through 
art activities, can take the place of verbal thinking when 
language abilities are impaired (1975, 1979). Thus he would 
advocate the brain hemisphere theory mentioned above. In short, 
art serves as a compensator for language handicaps. Enigmati­
cally, Silver also refers to conceptualization as being funda­
mental to all mathematics and language formation according to 
Piaget (1970, cited by Silver, 1975). This rather indicates 
affiliation with the hierarchic theory. His theoretical foun­
dation seems to incorporate two mutually exclusive ideas. 
In the 1979 study 11 children between seven and eleven 
years of age were taken through a lO-week course of one hour 
per week. Instruction was given in three tasks: 
1. Drawing a story incorporating two given pictures and 
associating and reflecting aesthetic components and content 
(group forming). 
2. Mixing colors, changing shapes in clay, drawing 
story-telling pictures after a "starter picture n (ordering 
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and conserving). 
3. Drawing object arrangements from different view­
points (spatial relationships). 
Games were also played with the children where sticks had to 
be grouped by size or color from lightest to darkest. Silver 
reported a significant improvement in the areas of group 
forming and conserving on the E < .01 level, for spatial 
concepts on the £ < .05 level. His hypothesis was thus 
confirmed. 
According to Argulewicz, Mealor and Richmond (1979), 
learning disabled children do not actually lack the cogni­
tive abilities needed to deal with everyday problems. These 
re.searchers attempted to prove that, aside from the language 
aspect, LD children have the potential for creative thinking 
in order to solve problems. Assuming that creative thinking 
is a major component of artistic procedures and that it can 
be expanded by such, one can readily conclude that this unre­
alized potential can be tapped through art acti.vities. Ac­
cording to the theory of the Argulewicz-Mealor-Richmond team 
conceptualizing skills do not need to be remediated,only to 
be released. 
For their study 39 LD students were selected from 
elementary grades one to four. The Torrance Test of Creative 
Thinking was administered which tesUd for five constructions 
of creativity: (a) fluency, i.e. relevant creative responses, 
(b) ab$tract titles, i.e. uniqueness of titles given to pic­
tures, (c) resistance to quick closure, i.e. ability to delay 
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closure on idea production, (d) originality, (e) elaboration. 
The creative abilities of the sampled population fall with­
in one standard deviation from the mean score for all chil­
dren in grades one to four. Only for ltelaborationH the LD 
children's scores were significantly lower than the stan­
dard scores of other children their age. The researchers in­
terpreted this as an indicator that LD children usually do 
no go beyond the minimum required. Whether this is due to a 
lack of motivation or energy has yet to be determined. 
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Direct Influence on Reading 
The idea that art can be used as a therapeutic medium to 
teach reading to the learning disabled rests on the philoso~ 
phy that reading is a process of revisualization. In the 
early days of LD, Lehtinen (cited by Kro.nick, 1978) even coined 
the term T1 perceptually handicapped fT in reference to learning 
disabled children. Because art practices are a form of re­
visualization, their training is seen as beneficial for slow 
readers. Robert E. Valett (1967) in "The Remediation of 
Learning Disabilities Tr regarded general visual-perceptual 
training as being important in the remediation of reading 
difficulties, while Norman A. Buktenica (1968) more speci­
fically believed that reading is very closely related to a 
child's ability to distinguish figure from ground. 
The most successful project reported is that by Silvia 
K. Corwin (1977, 1978). The author launched !tReading Im­
provement through Art tT (R,ITA) in New York which was en­
dorsed as effective by the U.S. Office of Education. Low 
reading pupils from the ninth and tenth grades of one pu­
blic high school (no number given) received instruction by 
reading and art specialists in cooperation with each other. 
They were taught by the art teacher one forty-minute period 
daily and visited twice weekly by the reading specialist. 
The students were motivated to read specific information in 
order to continue an art project and to find relevant ideas 
for it. Furthermore, they wrote npez-sonal journals" with 
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technical data, sketches, and writings about their project. 
Although word identification was trained, emphasis rested on 
reading comprehension. Much credit was given to art books 
of which the abundant picture material and superior aesthetic 
format made it easier for the students to approach the 
reading task. Pre- and post-tests were given. Ai~er four 
months the grade equiv~lent for the 9th graders had risen 1.06 
and for the 10th graders .79, both as mean figures. This 
meant for the 9th graders a growth of over one year of expec­
ted reading achievement in 4 months. 
Because this study was not specifically aimed at the 
learning disabled its succesful results may not be achieved 
when dealing with these handicapped. J. A. Vautour ( 197b ) 
examined the relationship between art and reading in the 
s ere of learning disabilities, but his subjects were artist­
ically gifted LD children. Four 3rd and 4th graders were in­
spired to develop booklets together with their regular class­
room teacher. These booklets contained only a small number 
of words but much room for painting, drawing, and designing. 
In addition, a Language Master taping device was used for new 
vocabulary. No specific data have been reported except for 
the observation that all four children gained'~ndependence 
in reading1f as well as peer acceptance through their art work 
which in turn encouraged them to proceed in their reading ­
- art projects. 
Both projects reported do not exhibit enough evidence 
of a succes~ul interrelation between art a~d reading for LD 
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children. s Irving Seidenberg (1979) noted in a critique of 
the RITA project, it is not clear whether the reported reading 
improvement occured due to the art program alone or simply 
due to the reading specialist's intervention. It seems that 
in both studies the motivational aspect played a major role. 
Better reading was not so much achieved through direct visual 
perceptual training but rather the encouragement to complete 
a satisfying artistic task by more reading. 
The research by Nancy E. Wood (1977), reported in the 
foregoing chapter, produced results that pertain to the art ­
- reading issue as well. Frostig's Developmental Test of 
Visual Perception (ITPA) was used in order to measure the 
effect of art on reading. The author concluded that art seemed 
to have strengthened visual-motor development, but because the 
perception o~ shapes involves different perceptual abilities 
than the perception of letters, the ITPA and with it art in­
struction are invalid for the determination and training of 
reading skills. In a theoretical treatise of 1971 Paivio makes 
a distinction between concepts derived from verbal symbols and 
those that are pictorial or image based. Wood sees this de~ 
monstrated by the fact that the 10 children in ·her research 
who gained most in visual perception read below their grade 
level, whereas those children who gained the least read at or 
above their grade level. The author called these results 
lT arnbiguous n and concluded that the data could support both 
sides of the controversy over the value of visual-perceptual 
training. 
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Similarly sceptical, Pitcher-Baker remarked; "Isolated 
skills treated in isolation will yield isolated responses.'! 
(1974, p.43) She believed that perceptual training increased 
the skills that Were trained but that transfer did not take 
place. She referred to a study done by J. W. Halliwell and 
H. A. Solan (1972) in which two weak reading groups were in­
structed, one with the help of an additional perceptual 
training program, the control group with additional reading 
related activities. Both groups improved equally well. This 
finding points again to the value of art as a motivational 
supplement to direct reading instruction. Because the avail­
able research did not determine whether reading improvement 
occured due to perceptual or art training, individual atten­
tion, internalized motivation, or emotional satisfaction, the 
effect of art activities on reading cannot be recognized 
clearly. 
The above reported studies seem to indicate that moti­
vation plays a great part. All learning is enhanced by the 
feedback resulting from gratifying accomplishments (Foulkes 
and Abrams, 1979). If the child does well in art - reading 
sessions. he most likely continues to pursue these feelings 
of well-being. Contributing to this picture, Kirk, Kliebhan, 
and Lerner wrote: 
Children who are failing in reading often have accom­
panying emotional and social problems. Because children 
with reading difficulties are usually studied a few 
years after the pr blem begins, it is hard to tell which 
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is the primary problem, the reading problem or the 
emotional problem. (1978, p.21) 
According to this it seems very likely that when art is used 
in order to alleviate emotional and social problems, reading 
difficulties are treated along with it. The issue of emo­
tional and social disabilities shall be investigated further 
in the following chapter. 
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Remediation of Emotional 
and Social Disabilities 
Angry, defiant and tense, embarassed, frustrated, vulner­
able, uncertain, moody, impulsive, immature, with a poor self­
image and feelings or defeat: these are some of the charac­
teristics that Doreen I~onick (1973, 1975) ascribed to the 
learning disabled adolescent. Though certainly exacerbated 
by pubescent years, these adolescent LD attributes ca~ be found 
in one form or other in most LD children. It has become evi­
aent that not only nED kids f1 struggle with emotional handicaps. 
Most researchers (Grieger & Richards, 1976; Johnson, 1975; 
McCarthy & Paraskevopoulos, 1969; Munsterberg-Koppitz, 1968) 
agree that there is a considerable overlap between the two 
categories of children with exceptional educational needs. 
Only a small proportion of children fall neatly into one of 
the two discrete categories. Most children are affected by 
both. (Adelman,1971) Emotional disorders may not be the prime 
cause for the 10 child's disability, but they may const ,tute 
a considerable portion of it, impeding relations with his 
environment and himself. 
Arthur Mattocks and Cha1!les Jew wrote: "The whole child 
comes to school, not just his mind •••• The attitudes and 
feelings one has about one's self are intricately interwoven 
with what he thinks, remembers, and perceives.l! (1974, p.200) 
Here an intimate relationship between self-perception and 
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thinking skills, memorization, and perception is indicated. 
The same holds true for the learning disabled. Kronick 
wrote about the LD youth: "He presents a mix of learning 
problems and emotional problems which likely resulted from 
his disability, so that it often is impossible to separate 
one from the other." (1975, p. 22) Lerner, Evans, and Meyers 
constituted: !!The behavioral and social problems appear to 
take precedence over the learning p~oblems during adoles­
cence." (1977, p. 8) Not only are the emotianal difficulties 
a reality that has to be dealt with in the remediation of 
the LD child and adolescent, but they interact with the 
other learning disabilities. The latter has been demon­
strated in the foregoing chapter on reading, especially 
in the study by Voutour. 
According to Lerner's statement the emotional dis­
abilities should receive primary attention in the LD ado­
lescent. Frank M. Hewett (1971) is even more extreme in 
his uHierarchy of Educational Tasks for Children with 
Learning Disorders.!? He demands that, "before any aca­
demi.c remediation can be set about, the child t s primary 
needs such as acceptance and exploration, i.e. self-ful­
filling activities have to be met. Thus for him the deve­
lopment of a satisfying relationship with others and one 
self 1s of primary importance at any age. 
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Stress and aggression 
Research in this field is meager. Although the psycho­
logical constitution of a learnin.g disabled child is often 
undermined by these characteristics due to his feelings of 
failure and frustration, only one case study about the art ­
- anger relation could be found in the available literature. 
More has been written in theory. 
Aggression builds up in the 10 child after years of accu­
mulated frustration and failure in academic and social areas. 
Feelings of impotence, of anger at society for not assisting 
him enough and at the majority of people who will not acknow­
ledge his problem, emerge. (Kronick, 1975) This aggression is 
either expressed openly or transformed into tension. Betens­
ky (1973), Kramer (1973), and Rubin (1978) believe in the 
catharsic power of art. According to Betensky who referred 
to Huizinga's homo ludens, playas an impulse that expresses 
itself in art is a manisfestation of a superfluity of energy. 
In other words, playful art activities can serve to relieve 
tension. Rubin has reasoned that since in primitive societies 
art often serves the function of taming fear, it can be used 
to relieve anger and rage in disturbed children. She has 
written of an interplay between the release of strong feeling 
and the channeling of them. Kramer viewed it quite similarly: 
An artistic expression is a 1rtransformation of a primitive 
asocial impulse into a socially productive aetH (1973, p.ll). 
By smearing and touching, by cutting and carving the hostile 
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child can gain back an inner equilibrium and communicate con­
structively. Rubin coined the expression: therapeutic art 
is permissible regression and acceptable aggression.(1978) 
It is believed by Edith Kramer that negative impulses and 
fantasies can be mastered through the creation of equivalents 
in art form. Donald Uhlin (197~) is convinced that the ex­

pression of negative feelings is an essential step towards
 
the development of self-acceptance and a positive self-image.
 
This ftcleansing abilityTi of art is described by Phyllis
 
Frame (1974). She diagnosed an eight year old boy with re­

portedly superior intelligence but deficits in visual and
 
auditory discrimination, memory lags, and directional con­

fusion as being emotionally impaired as well. Pictures that
 
the boy drew reveiled this. The author reported that during
 
the following art therapy asocial ideas and aggressions were
 
given form and that in this way formerly elusive fantasies
 
were brought into the realm of reality. Hostilities could
 
be experienced in a nonthreatening and nondestructive way.
 




Bachara and Zaba in a study of 1976 noticed as a side 
effect that for children with minor emotional difficulties 
associated with learning disabilities , visual perceptual 
training appeared to be therapeutic in alleviating some inner 
stress. The theory of catharsis has generally been challenged 
by Berkowitz (1960). According to her, any aggression outlet 
leads to more aggression. Her findings have been supported 
by Patterson et al. (1967, 1971). 
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Self-Concept 
Some professionals feel that art can not only serve as 
a valve for tension but that it can provide new energy, either 
by making room for it through catharsis or directly by achiev­
ing a sense of accomplishment. Creating an expression of 
one's own inner self fTmakes you feel good TT : self-esteem is 
on the rise. At least this is what Ernestine W. Raney has 
discovered. She stated in 1974 that feelings of accomplish­
ment which follow the completion of an art project contribute 
to a positive self-concept. In addition, J. A. Rubin feels 
that a child's self-concept grows if he is allowed to be in 
charge of materials and modalities, and is given room to de­
velop a personal style and taste (pamphlet, no date). On the 
premise that self-acceptance and respect for oneself can be 
learned and achieved, the positive effect in the educational 
process is widely acknowledged (Rogers, 1951; Combs & Kelley, 
1962; Brookover, 1965; all cited in Leviton & Kiraly, 1979). 
Other professionals believe that the achievement of a posi­
tive self-concept for its own sake is well worth striving for 
(Kronick, 1975). Educators who work with LD children of 
younger ages are often concerned about immature concepts of 
body image as well (Lerner, 1976). 
Doreen Kronick in her 1975 treatise on LD adolescents 
described the students as being fearful of trying new roles 
-- which is an integral part of adolescents -- because they 
feel an excessive need for order or because too much order 
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has been imposed on them by teachers and parents. They also 
may not be able to perceive different roles a person can 
assume. A training of general creativity where divergent 
thinking is a must, and role playing in particular may be 
helpful. The same author wrote in 1978: "Learning to recog­
nize and label one's own emotional state is related to the 
recognition and labeling of others' emotions which, in turn, 
allow one to be empathic." (p.89) In other words, the 
training towards achieving a better awareness of the emotional 
self underlies any social awareness. Therapeutic art, as 
will be documented, may tackle both ~res. 
Another important issue is the question of whether 
changes in self-concept affect changes in academic achievement. 
Research has provided substantiation of this notion (Kokovic,h 
and Matthews, 1971; Weiner at al. 1974; both cited by Acker­
man, 1978). Conversely, that a boost in academic achievement 
influences the self-concept positively has not been substan­
tiated by research. A study of 40 10 children between 8 and 
13 years, done by Endler and Minden (1971) came to that con­
clusion. S. Ackerman, the author of a 1978 research paper, 
found mixed results concerning the effect of academic reme­
diation on the self-image of 10 children. However, the im­
provement of a healthy self-concept, as it may be achieved 
through art, seems to affect academics positively. 
Georg Bachara and Joel Zaba (1976) studied the psycholo­
gical effects of visual training on 35 learning disabled 
children between five and fifteen years of age. They used a 
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control group of 35 non-handicapped children in the same 
range. A baseline drawing of all children was investigated 
and the number of emotional indicators, as measured by the 
Koppitz Scale for both grollps were noted. Furthermore, all 
children underwent independent psychological testing. For 
~four to six months visual therapy was given twice weekly for 
fifty minutes. At the end of the school year the mean emo­
tional indicators of the pre-test and the then given post­
test were compared. Whereas the indicators for the non­
handicapped children dropped from 1.45 to 1.)0, it fell 
drastically from ~.91 to 1.43 for the LD children. These 
children felt, according to the evaluated post-test drawings, 
less inadequate, less insecure and helpless. They felt more 
anxious about their academic endeavors, though -- which was 
rated by the rleseaI·(;ile~CS as a positive sign of willingness 
to achieve academically. Bachara and Zaba did not speci­
fy !!visual training" but if one assumes that the activities 
were similar to those which therapeutic art can employ, the 
study confirms the effectiveness of art upon the 10 child's 
self-concept. 
In order to increase self-awareness in elementary 
grade children, Richard Neel and Debbie Schneider (1978) se­
lected a group (no number given) of 10 children and collected 
baseline data through the evaluation of a self-portrait. This 
information was used to design the following three week pro­
gram: In eight lessons, the children learned to name body parts, 
put life-sized puzzles of a drawn child together, identified 
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parts in catalogues, and drew themselves on the chalkboard. 
After the post-test the researchers concluded that the chil­
dren had improved their awareness of detail and correct pro­
portions as these relate to one's own body. 
In a study by Silver and Levin (1979) dealing mainly with 
the relation of art and cognitive skills in the learning dis­
abled, a side effect was noted: through parent questionnaires 
after the training a general rise of self-esteem was reported. 
In a rather inconclusive study by Sue Sommers (1977) it was 
felt by the researcher that after two months of discussing 
body parts and putting a marionette together the LD children 
involved demonstrated a new found sense of well~being. Both 
reports do not supply sufficient data to verify their claim. 
The assessment of a growing self-concept is a general pro­
blem. The most widely used tool next to formal and informal 
drawing tests are self~report inventories like the Piers­
Harris Children's Self Concept Scale. A study by Stewart, 
Crump, and McLean (1979) indicated that such scales are un­
reliable because of a certain response instability. 
Little research has been done to shed light on the ques­
tion whether an improved self-concept positively affects a­
cademic learning. Besides Kokovich and Matthews (1971) 
and Weiner at al. (1974) mentioned above, it was Dodwin who 
conducted a study in 1959 and concluded that a positive and 
very significant relationship existed between immature self­
concept and both arithmetic and reading disability. Sebeson 
wrote, ltFeelings of inadequacy and nervousness or feelings of 
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discouragement may indicate a low self-concept and result in 
underachieving in academic subjects.!! (1970, p.462) Frances 
Pryor felt exactly the same way: "Changing a poor reader's 
self-concept by bolstering his feelings about himself is per­
haps the first step towards improving the academic problem. 1! 
(1975, p.359). Black (1974), Bledsoe (1967), Bruck and Bodwin 
(1962), Coopersmith (1959, 1967), Fink (1962), Lacy (1965), 
Lumpkin (1960), and Wattenberg (1964) all saw a significant 
relationship between self-concept and academic achievement. 
An unsubstantial effect upon one another was reported by 
Lewis (1972) and Williams (1973). The controversy may be 
softened by Twenter's comment, TtThis healthy self-concept 
will not in itself remediate the learning problem, but it 
will produce an improved readiness" (1977, p.ll). If one 
accepts the premise that art activities can improve self­
concept, its indirect beneficial effects on academic achieve­
ment become evident. 
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Interpersonal relationships 
For above explained and understandable reasons scienti­
£ic research has not yet explored this field in relation to 
learning disabilities. Nevertheless, the writer of this paper 
feels that it is an extremely important sphere in the li£e of 
an 10 child or adolescent because, as it was pointed out be­
fore, social competence is regarded as being more important 
to success in life than academics. According to a research 
study by Bader (1974, cited by Siegel,1974) 69% of parents and 
teachers, with an even higher rate of 79% by the parents alone, 
believe this. The rejection of socially incompetent workers 
confirms it. Society demands a degree of conformity and, in 
turn, rewards the individual with group acceptance. Conformi­
ty to certain interpersonal interactions is looked for and re­
warded, because society longs for order in an otherwise chaotic 
world. This model by Berger and Luckmann (cited by Korzenik, 
1979) explains society's demand that individuals adhere to 
appropriate behavior,regardless of one's learning disability. 
E. Siegel (1974) and T~ Bryan (1976) felt that social skills 
have to be taught just as intensively as aoademia. Other edu­
cators feel that social difficulties will take care of them­
selves with the amelioration of language ana conceptualization 
deficits. Unfortunately, no studies have been undertaken up 
to this point which would confirm one or the other theory. 
Because of the significance of the subject, an overview of 




In contrast to emotional problems that deal with the 
self-concept of the learning disabled, social disability 
is not a secondarily developed handicap but a primary neuro­
logical impairment. It involves a verbal and a nonverbal 
component. Although art can deal with both, its focus 
is on that to which other school subjects are seldom applied 
to: the nonverbal. 
Doreen Kronick stated in 1975 that a healthy self­
concept underlies the capacity for empathy for others. In 
1973, however, she wrote: "We shape our concepts of our­
selves from the messages we receive from others. lY (p. 94) 
Probably both are true. Most likely a constant interplay 
takes place between satisfying sel~fulfilling activities, 
self-concept, and interpersonal relations. And if Harvey 
Leviton and John Kiraly are right stating, trIf the concept 
of human potentiality is related to self-concept, and if the 
self-concept is acquired by social interaction, then the edu­
cational process must incorporate this new direction, tT 
(1979, p. 536), this should have impact on the teachings of 
the learning disabled. 
Much has been written about the language impairments 
in 10 children. But nWhen an individual talks, the words 
themselves account for seven percent of what he communicates, 
38 percent is conveyed by his manner of speech, and 55 per­
cent by facial expression and body language. tr (Guilford, 
cited by Johnson & Myklebust, 1976, p.68) Although statistics 
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may be questionable, this citation makes one aware that 
there is more to communication than speech which needs to be 
learned. Guilford refers to interpersonal relationships as 
being largely nonverbal. As Edward Hall (1959) observed, the 
use of space for example is crucial: The distance to the 
other person is not the same at all occasions and with every 
person. Certain clothes, facial or other bodily gestures all 
transmit messages. These visual stimuli have to be under­
stood. Because "when one fails to process facial, body, and 
other nonverbal cues, one lacks the multiplicity of assump­
tions and predictions that facilitate the interactional 
judgement of intact persons. n (Hall, 1959, p.33) 
LD children in various cases exhibit deficiencies in 
social perception and thus interaction. Strauss and Lethinen 
observed already in 1947 emotional shallowness, Benton (1962) 
noted a lack of affective bonds to other people, Baer (1961) 
reported impaired interpersonal relations, Lewis (1960) con­
cluded that there was no perception for social situations or 
awareness of social attitudes. All of these handicaps are 
seen by the above researchers as being rooted in the gen­
eral LD syndrome with its difficulties in spatial awareness, 
disability to think in abstract terms, inaptness of organi­
zing, storing, recalling, and the like. Kronick (1978) 
theorized that the lD child who is bound to a concrete pre­
sent has no imagination for any other time or for the situ­
ation of other people. This excessive concreteness ma~ 
according to Bader (1975~ also lead to the missing of any 
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teasing banter, subtle shade of meaning, metaphoric language, 
punch line in jokes or current peer jargon. The effective­
ness of therpeutic art is limited in verbal areas such as 
these but a positive influence on nonverbal communica­
tion such as subtle body language is most likely. 
It seems, then, that art is capable of teaching visual 
awareness of facial and bodily expressions, of clothes 
and interior decoration, and the messages that they carry. 
But even paralanguage and spontaneous oral language, to a 
certain extent, are positively affected by creative dramatics. 
(Carter, 1974) All of these skills may be achieved through 
role playing, videotaping, picture analysis, facial drawing, 
and similar activities. Bruce Ferguson (1979) reported a 
program in which videotaping was used in order to acquire 
social skills, next to possibilities of self-expression and 
other goals. The program was instituted at a public school 
for special adolescents in New York. It included: 
1. activities to develop social skills: feedback of 
social behavior through recording and playback of class dis­
cussions; counting of constructive remarks and negative 
comments 
2. games to develop empathy: one student mimes and 
acts feelings of a character, another one says what the actor 
is thinking, afterwards playback of taped act and discussion 
3. role playing for appropriate behavior: films are 
made with exaggerated appropriate and inappropriate behavior 
in job-related situations 
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4. ways of self-expression through these media: auto­
biographical sketches, personal interviews, original comedies 
and dramas 
No pre- and post-tests were given or measurements for an 
increase of interpersonal relations taken. The authors 
merely Hconsidered the program a success n • 
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Summary 
Research literature on the relation and applicability of 
art to learning disabilities of approximately the last decade 
has been investigated. The implementation of art in the dia­
gnostic field, its effect on visual-perceptual and cognitive 
development, and its direct influence on reading have been 
examined. Furthermore, available literature has been surveyed 
for research on the emotional and social aspect of 10: stress 
and resulting aggression have been investigated; the problem 
of self-concept and finally the issue of interpersonal rela­




As research in the subject of this paper progressed, it 
became evident that studies were rare, in some areas extreme­
ly sparse. Nevertheless the results of the studies ~~dertaken 
reveiled interesting insights of which their application might 
readily influence the diagnostic and remedial procedures for 
learning disabled children. 
At the onset of this paper several questions were direc­
ted towards art and its influence on learning disabilities. 
Pertaining to the first one of art as a diagnostic tool, re­
search indicated a generally positive applicability, at least 
for standardized tests. However, two issues remain unclear. 
In all normed tests a constancy of developmental stages across 
sexes and socio-economic and cultural boundaries had been 
assumed. It is known from other maturity and intelligence 
tests that this may not necessarily be true. Secondly, the 
reported tests were mostly administered to a generally neuro­
logically impaired population. Learning disabled children 
whose handicaps are only assumed to be due to soft neurologi­
cal impairments may exhibit far less clear indicators of 
those handicaps in their drawings. Finally, the validity of 
art tests was considered increasing whenever these were com­
bined with other diagnostic devices. It was recommended to 
use them as part of a complex testing procedure only. 
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Regarding the issue of an influence of art on visual­
perceptual and cognitive skills the majority of the studies 
employed recognized a positive link between the two. Research 
suggested that concepts can be found outside of the verbal 
sphere through visual imagery which is almost identical to 
all creative processes used in art activities. An equal por­
tion of research hypothesizing that visual perception under­
lies cognition concluded that art can influence visual per­
caption in its development. Some diL'fusion was observed 
among researchers regarding those two basic theories. It 
seemed to be unclear to some whether their training compen­
sated (hemispheric) or remediated (hierarchic). 
Studies about the relationship of training wi~h art 
and reading remained dubious. The main reason for this was 
the fact that art was never used as the only remediating 
tool. The contribution of concomitant linguistic training 
cannot be deducted from the results. It seemed that in all 
studies art played the role of a motivator more than anything 
else. 
The effect of art on the emotional and social develop­
ment of learning disabled children was more theorized 
and speculated on than researched. A general agreement on a 
positive effect was noted but studies were not sufficient to 
confirm this. - Not surprisingly, advocats of art therapy 
believed in the catharsic power of art whereas more scien­
tifically inclined professionals denied this impact. 
Statements about art and self-concepts were found to be 
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mostly in favor of the relation. The finding that a healthy 
self-concept will not in itself remediate learning problems 
but produce an improved readiness, a willingness to achieve 
academically seemed to be the most realistic. - Virtually no 
research could be detected regarding the influence of art on 
interpersonal relationships. Writings merely indicated that 
a positive effect, especially on nonverbal communication, is 
most likely. Because nonverbal symbols are used extensively 
in our contemporary society in order to transmit ideas, to 
express qualities and feelings, to note status and social 
roles, and to persuade changes in behavior it was recommended 
that social perception be trained, preferrably with a medium 
which in itself is of nonverbal nature: art. 
Considering the small but overall positive writings and 
studies it may be concluded that the widely unexplored field 
of art as a diagnostic and therapeutic medium deserves more 
acknowledgement than it is presently receiving. Any remedial 
attempts should however be aware of the problem as Johnson 
and Myklebust {1967} described it: Learning disabilities are 
a complex phenomenon with various causes and characteristics. 
The same treatment cannot be applied to all LD children. 
Accurate observations and refined screening are necessary in 
order to establish an effective program, for therapeutic art 
as well as all other interventions. The complexity of the 
LD syndrom should not let educators forget that it is attached 
to a human being. Pleasurable experiences are needed by the 
child as much as remedial training. R. Silver, in a somewhat 
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simpler view neglecting Johnson and Myklebust's statement, 
may have had this in mind when he included the aesthetic 
aspect in his art saluting message: 
The same kind of art experience can serve diagnostic, 
therapeutic, aesthetic, and cognitive goals. Thus we 
do not need to sacrifice one developmental need to 
another but can simultaneously assist many kinds of 
growth that, in turn, tend to reinforce one another. 
(1975, p. 47) 
If LD teachers would look at art in this spirit, the general 
teaching of LD children would come very much closer to the 
recommendations as they are presented in the comment section 
of the Federal Register from August 23, 1977, extracted from 
the Senate Report on Public Law 94-142: 
The use of the arts as a teaching tool for the handi­
capped has long been recognized as a viable, effective 
way not only of teaching special skills, but also of 
reaching youngsters who had otherwise been un~hable. 
The Committee envisions that programs under the bill 
could well include an arts component and, indeed, u~es 
that local educational agencies include arts in programs 
for the handicapped funded under this Act. (cited by 
Sherrill & Cox, 1979) 
- 60 ­
Recommendations 
Most research and treatises investigated, employed or 
described specific activities. Some of these shall be men­
tioned here as examples that serve as an incentive for the 
reader's own experimentation. 
As a general rule, it has been advised that environment, 
material, and procedures be kept as simple and uncluttered 
as possible fo the LD child. (Baumgartner & Schultz, 1969; 
Gonick-Barris, 1976) This advice fits the early notion of 
both Strauss and Cruickshank that these children need a very 
blank and nondistracting environment in order to learn pro­
perly. Baumgartner and Schultz believed that bombardment 
with visual stimuli should be avoided, material or room de­
coration should be kept to a necessary minimum. Gonick­
Barris reco~~ended simplified procedures, with firm rules 
and reduced alternatives. She also limited the variety of 
colors handed to children with exceptional educational needs 
and excluded evocative colors like red. It seems that a 
detrimental effect of the art-inherent encouragement to ex­
plore and to expand alternative thinking on the LD child's 
inability to handle too many stimuli at the same time can 
only be avoided with firm guidelines and certain simplifi­
cations. 
The following activities pertain to the influence of 
art on visual perceptual and cognitive development: 
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1. Have the children watch filmstrips, movies or TV shows 
with the sound turned off. Ask for details and main ideas 
for sequences or plot. Make aware of visual clues. 
2. Cut up comic strips and have the children put the pic­
tures together in correct order. Or cut off the plot and 
have students draw the final picture. 
3. Blot out the text in comic strips and ask to have a new 
story-fitting text written. 
4. Observe a picture or object attentively with the child­
ren, ask for a listing or re-drawing of as many details as 
could be remembered. 
5. Analyze pictures with the children for directions and 
spatial awareness (up, left, right, over, under, behind etc). 
Encourage designs or letters with descriptions of direc­
tions; the same with pictures where objects or people are 
over, behind, next to etc. 
6. Analyze messages in magazine ads or billboard signs due 
to choice of objects portrayed, associative presentation, 
style of lettering and other clues that transmit overt or 
covered messages. Refer to one aspect at a time in diffe­
rent pictures. 
7. Similar to the card game nConcentrationt! use cards on 
which parts of a picture have been glued and put them face 
down in front or the students. The children are to pick 
up one card at a time, remembering the picture part and lo­
cation on the table. The object is to get a whole set so 
that a picture can be completed. Start with two parts to 
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a picture, then increase the parts. 
8. A student is closely observed by his peers for one 
minute. He leaves the room and the class tries to de­
scribe him in as many details as possible. The teacher 
may also ask specific questions. The recorded details 
may be compaired to the actual student as he re-enters 
the room. 
9. Develop the ability to anticipate and predict through 
working out a plan for a project, sketches, outlines, 
drafts. 
10. Stitchery: Copy a stitch or pattern from a chart, 
repeat pattern as exercise for sequential memory. 
Activities that pertain to reading: As research indicated 
art was mostly used as a moti ational factor, for example: 
Children are encouraged to draw a map of their way from 
home to school, and to write the street names and points 
of interest into their drawing -- possibly after having 
been cued to study the names when walking to school or 
riding the bus. 
The releas'e of frustration and anxiety has usually been de­
scrib d in the forms of free drawings or clay formation, 
sometimes just the immersion in the material without form 
giving procedures. Intructions have been given in broad 
terms only in the researched literature: paint a dream,make 
a monster mask, have the puppets speak for and through you. 
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According to the surveyed literature, an improvement in 
self-concept can be achieved in a number of ways: 
1. In order to teach body awareness to young children, 
they are asked to trace a peer's outline on paper, then 
fill out the figure and name various parts. 
2. The children complete partially drawn figures or 
assemble cut-up pictures of people. 
3. Wide painting strokes may help children with diffi­
culties crossing their midline. 
4. Videotaped facial expressions of the students are 
analyzed as to their dependence on inner consti,tution. 
5. Have students collect photos from their past. Re­
flect on their feelings about those times that the vari­
ous pictures represent. 
6. Develop a picture book with the student about him­
self that encloses drawings, cutouts, photos, and written 
comments. 
7. Analyze magazine pictures, painting reproductions, 
or TV shows portraying men and women and their roles. 
Discuss socially expected roles and possibly alternatives 
for the individual student. Have them role-play standard 
sexistic behaviour and its reversal. 
8. Pick out' a painted portrait which resembles an indi­
vidual youngster in its expression or gesture. Read those 
characteristics in the picture, hint at similarities to 
the student's character. Have him paint a self-portrait. 
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9. Have the students create a face on one side of a 
paper bag about who they think they are. On the other 
side th~y should paint a face of how they want to be. 
Role-playing and feedback from the group might indicate 
and expose lacks of realistic self-perceptions to them. 
As scarce as research was on the issue of art and its rela­
tion to social skills, as plentiful were practical sugges­
tions: 
1. Encourage the students to pantomime certain activi­
ties or social encounters. Actor and audience are grad­
ually taught to use and ftread l! body language and faci.al 
expressions. A study of pictures without words where 
the focus is on these clues may also be helpful. 
2. TV shows without sound are watched and described in 
terms of factual situation, mood, of what could have 
happened before the show was turned on, or what might 
happen after it is turned off. 
3. Clothing items from catalogs are cut out and placed 
over cut-out persons according to imagined various occa­
sions. Furniture brochures are analyzed as to who might 
live in the illustrated rooms. 
4. By imitating poses from pictures or slides the child­
ren have to look closely at details in body language. 
5. Stances or given movements are assumed and controlled 
in front of an overhead projector. 
6. Sensitivity for others is trained by having several 
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children produce movements under a big piece of cloth try­
ing to coordinate these movements without words. 
7. The picture of a situation and a choice of three facial 
expressions are given, of which only one fits the illus­
trated situation. The student has to match correctly. 
8. Facial expressions of the students may be photographed 
and the pictures be subtitled or commented on by peers, 
then checked against the model's original intention. 
9. Videotape inconspicuously impatient, aggressive, loud, 
or repetitive behavior of students and make them aware of 
it by showing them the tape afterwards. 
10. Ask an advanced group of students to create a series 
of appropriate and inappropriate behavior in various situ­
ations, either on slides or videotape. This series may 
also be shown to students who are less aware of appropri­
ate behavior. 
11. Children in teams of two are given the task to draw 
or paint together silently, sharing space on one piece 
of paper. Feelings and modes of getting along are dis­
cussed with the group. The experience can be repeated in 
trios, or with the whole group an a huge piece of paper 
on floor or wall. 
12. Each child draws a picture for three minutes, then 
passes it on to the neighbor who continues drawing on that 
sheet for three minutes, and so on, until the original 
drawings have returned to the original artists. In the 
following discussion, feelings are expressed and encourag­
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if voiced appropriately. 
13. Given an array of pictures and a social interactio­
nal problem the student is asked to form a story. The 
pictures could also be selected by himself. 
14. Human figures are cut out of magazines and catalogs 
and placed in different pictorial environments. Appropri­
ate behavior is listed. In a similar way, the students 
themselves could be placed against a projected background 
like a museum, church, playground, office, party. 
Activities that exhibit an interdisciplinary approach were 
listed occasionaly: 
1. Musical pieces are taken apart according to mood and 
tonal nuances. Each nuance is attributed to a certain 
shape or color, thus a score can be TTwrittenH or Hread H • 
2. After having mapped out the student's way to school, 
outline strategies for successful school orientation in 
a similar fashion -- spatial or temporal orientation, 
even academic performance. 
3. The making of a film integrates various skills: learn­
ing spatial directions for the cameraman, following direc­
tions 'and reading when using a script, motivating the 
writing of a script, organizing thoughts and action, using 
facial and gestural expressions appropriately, transferring 
a design to a backdrop according to mathematical rules. 
4. Art activities may serve as a compensational method 
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for children with insurmountable spelling difficulties: 
A book report may be handed in as a collage, a painting, 
a board display, or in the form of a poster advertising 
the book. 
5. Cooperation between special educator, regular class 
teacher, and art teacher is strongly suggested. 
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Summary 
The research findings as they pertain to various rela­
tions between art and diagnosis of learning disabilities 
and their remediation have been summarized. It has been 
found that, although some 4uestions remained unanswered, art 
war generally considered appropriate for diagnosing LD espe-­
cially when used in the form of standardized tests and in 
combination with others. A positive relationship of art on 
visual-perceptual and cognitive skills as well as emotional 
and social development has been noted, although the latter 
sphere rested more on theories and personal reports than 
scientific research. The influence of art on reading remains 
dubious. Recommendations for the implementation of art ac­
tivities into programs for LD children have been given. As 
a general rule, a simplification of methods and material 
has been noted. Finally, a list of practical suggestions 
filed according to the areas of investigation from the chap­
ter lisurvey of the literature H was given. 
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Appendi,ces 
Scales and Charts 
Nancy E. Wood (1977): Suggested art activities for the 
amelio,ration of certain disabilities 




D. Torn paper pictures 
E. Weaving 
II. Figure-Ground Perception 
A. Draw a picture from a shape 
B. Draw a picture from a magazine picture 
c. Find a recognizable shape in a blown paint design 
D. Make a puzzle from magazine pictures 
E. Make a collage of letters from a magazine 
III.Form Constancy 
A. Write words in a way that show their meaning 
B. Make a picture by gluing geometric shapes on paper 
C. Follow verbal instructions for making designs 
D. Make a collage of letters from a magazine 
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IV. Position in Space - Spatial Relationships 
A.	 Copy a three-dimensional design, such as a still life 
B.	 Experiment with paper geometric shapes in different 
designs on a paper 
v. Increasing Visual, Auditory, and Tactile Awareness 
A.	 Listen to a chapter of the Last of the Really Great 
\Vhangdoodles. Draw a picture of a banana before and 
after seeing and eating one. 
B.	 Increase awareness of selr through discussion of 
body schema 
c.	 Texture 
D.	 Take a walk outside and make a list of sounds heard 
E.	 Take a trip to a museum 
VI. Body Image 
A.	 Discuss the bones of the body; draw a sceleton 
B.	 Trace the outline of the child on paper 
c.	 Make a composite face from the features of many faces 
VII. Closure 
A.	 Cut snowflakes from folded paper 
B.	 Complete half of a picture from a magazine 
from:	 ,p Directed art, visual perception, and learning dis­
abilities Tt by Nancy E. Wood; Academic Therapy, 1977, 
l~, 457-458. 
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Art Educators of New Jersey, Insights: Art in Special Education 
Educating the Handicapped through Art, Manual, 1978, Library 
of Congress Catalog No. 76-383535 : 
Art Activity Programming Suggestions For The Handicapped Child 
1 =Drawing (Figure, Object, Environment, Self-Expression) 
2 =Lettering (including Creative)
3 =Coloring (Crayon, Pastels, etc.)
4 =Painting (All Types of Paint & Paint Applicators) 
5 =Spray Painting
6 =Finger Painting 
7 =Murals & Friezes 
8 =Mosaics 
9 =Reliefs 
10 =Perception Games - Walks - Talks 
11 =Theatre (Puppet Shows, Productions, Miming, Role-Playing) 
12 =Puppets & Marionette Creations 
13 =Creating Slides & Films 
14 =Color & Design with Overhead Projectors & Gells 




19 =Cast (including Candlemaking) 
20 =Collage
21 =Jewelry
22 =Bead Craft 
23 =Ceramics & Clay Work 
24 =Leathercraft 
25 =Environmental Media Crafts 
26 ~Weaving & Basketry
27 =Macrame (& Simple Knotting)
28 :Stitchery: Sewing, Embroidery, Applique, Needlepoint 
29 =Needlecraft: Rug Hook & Punching, Knit, Crochet 
30 =Textiles: Batik, Tie Dye, Stencil 
31 =Toy & Game Making (Checkers, Kites, Dolls, Stuffed Animals)
32 =Graphics (Printmaking Processes) 
33 =Paper Folding 
34 =Torn Paper
35 =Cut - Paste - Glue 
36 =Sorting 
37 =Matching
38 =Sequence Patterns 
39 =Stencil Work 
40 =Peg Board Design 
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DEVELOPMENTAL NEED SUGGESTED ART ACTIVITIES 
Fine Motor Skills: 
Hand-Eye Coordination 
Fine Motor Muscle 
Development 



































Work Well in Groups 
Care of Materials 
Perceptual & Conceptual:
 







































\vork & Clean-Up 1,2,3,4,5,6,7,8,9,11,12,13,14,15,16,17,18,19,20, 
Procedures 21,22,23,24,25,26,27,28,29,30,31,32,33,35,39,40. 
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Munsterberg-Koppitz (1968): Scale of Age Norms 
p·.330 
Expected and exceptional items on Human Figure Drawings of Boys and Girls Age 5 to 12
 
Age 5 Age 6 Age 7 Age 8 Age 9 Age LO Age 11& L2 
Boys Girls Boys Girls Boys Girls Boys Girls Boys Girls Boys Girls Boys Girls 
Expected N 128 128 1)1 133 134 125 138 130 134 134 109 108 157 167
 
Items: 
Head X X X X X X X X X X X X X X
 
Eyes X X X X X X X X X X X X X X
 
Nose X X X X X X X X X X X X X X
 
Mouth X X X X X X X X X X X X X X
 
Arms X X X X X X X X X X X X X
 
Feet X X X X X X X X X X X
 
Arms,2 Dim. X X X X X X X X X X
 
Legs,2 Dim. X X X X X X X X X
 
Body X X X X X X X X X X X X X X
 
Legs X X X X X X X X X X X X X X
 
Hair X X X X X X X X
 
Neck X X X X X
 
Arm down X X X X
 
Arms at shoulder X
 






Knee X X X X X X X X X X X X X X
 
Nostrils X X X X X X X
 
Arms at shoulderX X X X
 




Profile X X X X X X X X X X X
 
Elbow X X X X X X X X X
 
Two lips X X X X X X X X X
 
Proportions X X X X X
 






Keith E. Beery & Norman A. Buktenica: 
Developmental Test of Visual-Motor Integration 
Age Equivalents 
From a total of 24 geometric forms the raw score is based 
on the number of forms passed up to three consecutive fail ­
ures. Imitated forms are not to be counted in deriving the 
total score. 
Raw Score Male Female 
1 2.10 2.10 
2 3.0 3.0 
3 3.2 3.2 
4 4.1 3.10 
5 4.4 4.1 
6 4.6 4.4 
7 4.9 4.8 
8 5.0 4.11 
9 5.1 5.3 
10 5.2 5.6 
11 6.0 6.5 
12 6.2 6.6 
13 6.10 6.7 
14 7.4 7.2 
15 7.10 7.11 
16 8.7 8.8 
17 9.4 9.6 














Sondra B. Gair (1975): The Gair Art Rating Scale 
p.57 
Rate on a scale of 1 (low) to 5 (high). Does this work 
contain the following visual elements? 
1. A pattern of related lines n~~~~~l 
2. A pattern of related shapes~ 
~~ 3. A contrasting pattern of lin~s  
4. A contrasting pattern of shapes 0000 
CI ClOD 
5. A definite mood established by ~ne, shape or color 
~a~ 
6. Shapes that overlap each other ~ 
7. Space that is divided into near, middle and farbiF~ 
8. A strong ?utline around shapes [2] 
9. Lines that are free-flowing and not part of a shape~ 
10. Rhythm and movement expressed through lines, shapes~.',' 
or color	 rlaZfidiJ 
11.	 Lines that vary in pressure from thick to thin.~ 
12.	 Areas of light and darkl~. I 
13.	 Textures that are added by using lines, shapes orf~,~~;.v 
real objects 
i4.	 A definite structure such as a spiral, radial, grid'~1 ~.' .1 
modular, or dentriiic structure	 ~ ~ 
15.	 Many details that express a single idea~ 
16.	 Unity through symmetrical or assymetrical balanc~ Ee-IIe I 
17.	 Shapes and objects that are changing or being transformed~o 
~ 18.	 Symbols, such as number, letter, or words used to[~ve I 
express	 an idea "AI 
...----. 
19.	 Color explored for its own sake, not part of a shape 
20.	 Shapes or objects restructured in new or humorous ways c:>..~ 
[no evaluation chart give~ . ~ 
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Doreen Kronick (1975): Emotional aspect of the LD adolescent 
(excerpt from What About Me? -- The LD Adolescent ,pp. 169-171) 
Angry. defiant, and tense: makes derogatory remarks about 
peers and teachers; is sullen or explosive; overreacts; unable 
to enter debate or discussion; loses temper; calls names, uses 
strong language; refuses to work; refuses to cooperate; refuses 
to take tests; refuses to read aloud or write compositions; is 
easily provoked - may fight or throw things; provokes, taunts, 
and dares; resistant to suggestions; makes unnecessary errors 
during oral reading resulting from tension. 
Embarrassed: refuses to read aloud, or to have anything 
he's written read aloud; refuses to bring books home;. refuses 
to enter discussions; doesn't want anyone to see his work; com­
plains of the level of the materials and the work. 
Frustrated: tears up paper or marks it up', rather than 
correct errors, or admit error·s; hQtes 'vO geL, lovv marks; can­
not cope with competition; seeks attention by performing in 
non-academic ways - may be class clown; dislikes to repeat any­
thing he has said or done. 
Vulnerable: makes excuses for inability to perform or 
accomplish; tries to hide feelings and reactions; is afraid to 
make errors; antisocial - refuses to "buddy uptr; does not like 
to be touched, or wants excessive body contact. 
Uncertain: resists change; is afraid to try something 
new; will follow the lead of others; will change allegiances 
to follow group. 
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Moody: uneven behavior; feelings and reactions - often 
goes from a peak to a trough; extreme enthusiasm changes to 
disinterest; can go through several mood changes in one day. 
Easily distracted: looks at other students; is disturbed 
by sound, movement, interruptions; loses his place when read­
ing; forgets what he was about to say or do. 
Hyperactive: taps floor, desk; wiggles, jumps up and 
down; leaves his seat; perpetual motion - will write or draw 
on anything available, including his own body or the person 
nearest to him; may have a spell of incessant talking, laugh­
ing, or making sounds. 
Impulsive: speaks out when others are speaking; may walk 
out of the classroom, either saying nothing or mumbling; will 
suddenly stop working, or do work other than what class is 
doing; disrupts class with witticisms or behavior; starts and 
stops activities on the spur of the moment. 
Poor self-image and feelings of defeat: may call himself 
a 1!dummy tl - often accepts the role; considers himself lfbad'~ or 
different; associates with younger children or those in a low­
er grade; won't plan ahead - feels there's ~o place for him to 
go; refuses to believe he can succeed at anything - may feel 
he can succeed only verbally. 
Disorganized: frequently late or absent - doesn't wake up 
on time; forgets homework, books, equipment; neglects homework, 
or does it incompletely; undisciplined; forgets special activi­
ties such as trips, even though planned; leaves money at home; 
forgets to bring lunch. 
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Immature: uses inappropriate responses; has unrealistic 
goals; interrupts others; enjoys getting others into trouble 
- will f!tattle ff ; wants all the attention; wants the teacher to 
himself; whines and complains about minor things; does not know 
how to handle money; sulks; allows others to use him; cannot 
function socially with his peers. 
Poor spatial orientation and coordination: is clumsy and 
awkward; bumps into people, furniture; can't find things; turns 
in messy work - ink blots, etc.; makes a mess wherever he sits 
- drops and spills things. 
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